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The purpose of this study was to identify freshman international
students' self perception of their adaptations to new academic,
social, and personal-emotional adjustments and attachment to the
college environment. The instri.unent used was the Student Adaptation
to College Questionnaire (SACQ). The SACQ is a 67-item, self-report
questionaire that was administered to study subjects. One hundred
subjects stratified by 1st semester and 1st and 2nd quarter students
who were attending five colleges/universities in the metropolitan
Atlanta area, formed the sample for the study. The site of this study
was Atlanta, Georgia, and the participating institutions provided the
meeting place to administer the SACQ. The statistical procedure used
was the t test. The level of significance was set at .05. Findings
indicate statistical significant differences on all four scales when
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During the past decade, American universities have become a
favored locale for international students, including Canadians,
Europeans and students from 'Third' covintries such as Africa, Asia,
Latin and South America^ etc. In the 1986-87 academic year, 349,610
such students enrolled in American colleges and universities. This
number represented only 5,832 or one and seven tenths percent more
than in the 1985-86 academic year, and only two and two tenths percent
more than in 1984-85 (HE 1987). (see Table 1.1 and Table 1.2).
Historically, international students have constituted a small
fraction of all higher education students in the United States (HE,
1987). From the mid-1950s to the mid 1970s, international students
accounted, on average, for only one and one half percent of all higher
education enrollments. Over the past six years, however, their share
increased steadily: from one and four fifth percent in 1976/77, to two
and seven tenth percent in 1982/83. This is due to a result of
relatively stable U.S. enrollments at a time when international
student enrollments continued to grow. Since then, the proportion has
remained at two and four fifth percent, as international student flows
leveled off. Tables 1.3 and 1.4 show the Regions of Origin of most
international students in American colleges and universities in




Of the 349,610 international students reported in academic year
1986-87, slightly more them half (170,700 students) came from
countries in South and East Asia. This represented an increase of
13,870 more students than in the previous year, nearly half of the
total international students' population (see Table 1.2).
Students from the Middle East made up the second largest subgroup
of foreign students (see Table 1.2). The 47,000 students from the
region comprised 13.4% of all international students in the United
States. Unlike the rising figures for South and East Asians, Middle
Eastern enrollment shrank substantially from the previous year,
dropping by 5,720 students, at an annual rate of 10.8%.
Numbering 43,480, Latin American students constituted 12.4% of
the U.S. international student population in 1986-87, the third
largest subgroup. Nearly half of them, 19,160 (or 44%), were from
countries in South America: 13,070 (or 30%) came from Central America
nations, and 11,250 (or 25.9%) came from the Carribean subregion.
One out of ten (or 10.3%) international students in the United
States in 1986-87 was from Europe. The vast majority of these 36,140
(or 5.3%) Europeans came from cotintries in Western Europe. Only
1,880 (or 5.2%) of all European students, came from Eastern Evirope.
There were 31,580 students from Africa studying in the United
States in 1986-87, a decrease of 2,610 (or 7.6%) from the previous
academic year of 1975-76 academic yeau? (Table 1.1). Table 1.1
contains a listing of students by changes in enrollment, by year and
country.
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Table 1.1 Foreign Student Enrollment. Institutions Reporting















1959/60 48,486 8.3 1,712 1.0
1969/70 134,959 12.9 1,734 1.3
1974/75 154,580 2.9 1,760 0.3
1979/80 286,343 8.5 2,651 5.9
1980/81 311,882 8.9 2,734 3.1
1981/82 325,299 6.0 2,454 -10.2
1982/83 336,985 3.3 2,529 3.1
1983/84 338,894 0.6 2,498 -1.2
1984/85 342,113 0.9 2,492 -0.2
1985/86 343,777 0.5 2,507 0.6
1986/87 349,609 1.7 2,518 0.4
NOTE: In 1981/82 the number of institutions surveyed decreased
due to elimination from the Census of all institutions
that were not listed in the Education Directory. Colleges
and Universities with (1) accreditation, (2) provisional
or probationary accreditation, or (3) preaccredited
status by a Regional Accrediting Commission.
Table 1.2 contains U.S. and foreign student enrollment for
specific periods of enrollment.
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Table 1.2 Foreign Student and Total U.S. Enrollment, Selected
Years. 1954-55/1986-87
No. of Foreign
Student Total % of Total
Year Enrollment Enrollment Enrollment
1954/55 34,200 2,499,800 1.4
1959/60 48,500 3,402,300 1.4
1964/65 82,000 5,320,000 1.5
1969/70 135,000 7,978,400 1.7
1974/75 154,600 10,321,500 1.5
1979/80 286,300 11,707,000 2.4
1980/81 311,880 12,087,200 2.6
1981/82 236,300 12,371,700 2.6
1982/83 336,900 12,425,800 2.7
1983/84 338,890 12,393,700 2.7
1984/85 342,110 12,467,700 2.7
1985/86 343,780 12,387,700 2.8
1986/87 349,610 12,410,500 2.8
NOTE: Reported total enrollments from 1954/55 to 1982/83
are from the National Center for Education Statistics,
Washington, D.C. The reported total enrollment for
1983/84 is from the Annual Survey of Colleges-Fall
Enrollment, 1983, New York: College Board. The
total enrollment figure for 1984/85 was based on a
reported 1% increase in total undergraduate
enrollment and a 2% decreased in graduate total
enrollment in the Annual Survey of Colleges-Fall
Enrollment, 1984, New York: College Board.
Enrollments since 1985 are from Fall Enrollment,
New York: College Board.
Table 1.3 contains information on the enrollement of foreign
students by region, and change in enrollment for specific periods.
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Africa 34,198 31,589 -7.6
Europe 34,310 36,140 5.3
Latin America 45,480 43,480 -4.4
Middle East 52,720 47,000 -10.8
North America 16,030 16,300 1.7
Oceania 4,030 4,230 5.0
South and East Asia 156,830 170,700 8.8
All Foreign Students 343,780* 349,610** 1.7
>*=Includes 190 students classified as stateless.
**Includes 180 students classified as stateless.
SOURCE: Insitute of International Education, 1987 and UNESCO
Statistical Yearbook, 1986.
Table 1.4 contains information about foreign students, by world
region, and subregion.
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Eastern Africa 6,730 19.7 6,600 10.9
Central Africa 1,540 4.5 1,770 5.6
North Africa 5,980 17.5 5,470 17.3
Southern Africa 2,360 6.9 2,530 8.0
West Africa 17,580 51.4 15,210 48.2
Africa, Total 34,190 100.0 31,580 100.0
Eastern Europe 1,770 5.2 1,880 5.2
Western Europe 32,540 94.8 34,260 94.8
Europe, Total 34,310 100.0 36,140 100.0
Caribbean 11,100 24.4 11,250 25.9
Central America 12,740 28.0 13,070 30.0
South America 21,640 47.6 19,160 44.1
Latin America, Total 45,480 100.0 43,480 100.0
Middle East 52,720 — 47,000 —
North America 16,030 — 16,300 —
Oceania 4,030 — 4,230 —
East Asia 80,720 51.5 91,890 53.8
South Central Asia 25,800 16.4 28,700 16.8
Southeast Asia 50,310 32.1 50,110 29.4
So. & E. Asia Total 156,830 100.0 170,700 100.0
Subtotals 343,59i0 349,430
Stateless 190 180
All Foreign Students 343,780 349,610
SOURCE: Institute of International Education, 1987, and
UNESCO Statistical Yearbook, 1986.
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This comprised 9.1% of the international student population. They
were the fifth largest regional group of international students.
Approximately one half (15,210 or 48.2%) of the African students came
from West Africa; a fifth (6,600 or 20.9%) were from Eastern Africa;
and nearly another fifth.(5,470 or 17.3%) were from North Africa.
The 16,300 North American international students attending U.S.
colleges and universities in 1986-87, 15,700 of whom were Canadian,
constituted one and one fifth percent (HE, 1987).
The influx of students with visas during the past several years
has prompted questions and stirred debate concerning optimal numbers
of international students, institutional practices, appropriate
curricular adjustments, fee structures (CBIE, 1981), and government
immigration policy.
A principal, practical issue facing university personnel,
particularly (but not exclusively) counseling and student personnel,
is the issue of personal adjustment to the American academic
environment. This issue is one over which counselors and student
affairs personnel have had direct influence, unlike immigration
policies or fee structures.
Why should the adjustment of international students be of
concern? International students are usually in America for only a
short period. Further, as some argue, they can simply cope with their
new surroundings in any way they choose. They can avail themselves of
8
the array of student services at colleges and universities that are
accessible to any student.
The more humane view, however, is that, for several reasons,
these students' adjustment should be of concern to the host
institution. First, international students are more likely to have
positive academic and non-academic experiences if they enjoy
satisfying contacts with the host community (Hull, 1981 and Mickle,
1984). The international students' main objective is the successful
achievement of academic goals. Such an achievement is more if the
emotional and social atmosphere is pleasant and the environment is
congenial (Heikinheimo and Shute, 1986).
Second, Americans benefit from the presence of international
students on college and university campuses. Benefits include
social interaction, and the enrichment of the learning environment.
In addition, it includes the establishment of long-term commercial,
trade, and diplomatic links (along with short-tem benefits of
international students' spending on local goods and services).
Moreover, universities express much of their commitment to
international development by providing educational opportunities for
graduate and undergraduate students from Third World countries. In
addition, the presence of international students, in the United
States, can be considered reciprocity for the large numbers of
Americans who, for many years, have received educations in other
countries (Neice and Braun, 1977).
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According to White and White (1981), many studies of adaptation
have focused largely on personal characteristics without analyzing
international students' social interactions.
Background:
The experiences of most international freshman students, in
American colleges and universities, tend to be different due to
differences in the application of counseling services rendered to them
by their respective institutions. It is crucial to recognize that all
people are different. For example, the culture of people from Nigeria
is as different from China as both are different from the United
States due to differencess in values. Therefore, to generalize about
foreign students is dangerous. Yet, the very fact of being in a
foreign country makes one a "foreigner" (Johnson, 1986). This
situation then creates some similarities in experiences for all
students in this group since all must learn to adjust in a new
environment.
As was the case with the early settlers of this country, those
coming from abroad tend to be more willing to take chances to improve
their own condition than those who do not travel (Johnson, 1986).
Certainly, as a result of study and travel abroad, they are more
worIdly-oriented. An African proverb reads: "He who never travels
thinks his mother is the only cook." Yet, international students know
more than one cook and are typical representatives of their countries
and cultures (Johnson, 1986).
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Most Americans expect foreign students to come to the United
States to participate in the American educational system; and, as
such, they agree to be boxmd by its rules and regulations. While this
is the "bottom line", recognition should be given to possible language
problems and lack of appropriate knowledge about American cultural
patterns as partial explanations for some cases of inappropriate
conduct (Johnson, 1986).
Since the adjustment needs of international freshman students
continue to expand, and present services are inadequate to meet their
adjustment needs, there is an urgent need for providers of counseling
and guidance service to focus attention and efforts on the develojaaent
of programs more capable of meeting such adjustment needs as academic,
social, personal-emotional, and adaptation to the college
environment.
Despite the large number of freshman international students
entering U.S. institutions of higher education each year, there
appears to have been little effort expended by these institutions to
orient these newcomers to life and study in the United States. The
majority of students from Africa, Asia, and South America have arrived
in the United States with very little knowledge of the organization of
American institutions of higher education, (Lee, Abd-Ella, and Burks,
1981). Additionally, they tend to have had scant understanding of the
cultural adjustment problems they will face.
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In order to provide effective counseling to students of these
cultures, it is imperative that we vinderstand their adjustment
problems. This will enable them to maximize their potentional for
learning. For example, since they relocated from their home
countries, international freshman students tend to experience unique
problems in academic, social, emotional, and environmental adjustment.
Therefore, adaptational problems can be operationally defined as
Academic, Social, Personal-Emotional, and Attachment to the College
environment. These problems will be reviewed in the following
section.
Freshman International Students: Problems
There appears to be a paucity of theories related to the
adaptation problems of freshman international students. However, Hull
(1981) and Mickle (1984) theorized that international students are
more likely to have positive academic and non-academic experiences if
they enjoy a satisfying contact with the host community.
In a study conducted by Boyer and Sedlacek (1989), 230 freshman
international students completed the Noncognitive Questionnaire (NCQ)
prior to matriculation as freshmen. The purpose of the study was to
investigate whether the noncognitive variable, identified by Tracey
and Sedlacek (1984), was predictive of international students'
utilization of Counseling Services at a University Counseling Center.
They found that 13% of the freshman international students used
counseling center services, while 87% did not. Of those that came to
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the counseling center, 64% used the counseling service, 25% used the
learning assistance service, and 11% came in for other reasons. The
NCQ was completed during an orientation data collection session and
results were compared with students" use of counseling center services
over the next eight semesters. Data were matched using social
security numbers. The results indicated that noncognitive variables,
shown previously to be predictive of academic success for
international students, also were predictive of their utilization of
counseling center services over a 4-year period (Boyer and Sedlacek,
1989).
Academic Adjustment
A review of related research on foreign students' academic
adjustment has revealed that previous studies vary regarding the
populations studied and in the subject matter. Most studies have been
concerned with such limited populations that they cannot be
generalized, for example, see Niekerk, 1975; and Clark and Ozawa,
1970. Niekerk (1975) analyzed the perceptions of faculty, foreign
students, and foreign alumni regarding these students' needs and
services available at Andrews University. Clarke and Ozawa (1970)
studied major adjustment problems of foreign students at the
University of Wisconsin.
Some studies like Nenyod (1975), and Sharma (1971) dealt with
international students in one state. Sharma (1971) investigated
academic and personal problems of foreign students in the state of
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North Carolina. Lee (1981) found also that some studies were
concerned only with particular professional groups or specific majors
(e.g., Mackson, 1975; and Dhillon, 1976). Lee, Abd-ella and Burks
(1981) found that the subject matters of previous studies were mostly
centered around academic performance. For example, Hountras (1956)
examined factors associated with academic success of foreign graduate
students at the University of Michigan. Chongolnee (1978) studied
factors related to academic achievement of foreign graduate students
at Iowa State University.
Academic Goals
In a study conducted by Hagey (1968), 272 students from the
middle eastern countries attending colleges and universities in Oregon
were sampled. Hagey (1968) examined the extent to which academic and
social adjustments of these students were related to selected factors
in the students' past and immediate environments. He found
significant differences among the nationality groups. They were age,
marital status, awareness of living expenses prior to coming to the
United States, primary means of financial support, major areas of
financial worry, and other related variables. Therefore, a student's
country of origin may impact on the level of adjustment to the host
institution.
Adjusting academically during the first few weeks of arrival in
the United States is difficult to a lot of freshman students. In a
study conducted by Davis and Hanson (1961), it was found that nearly
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79 percent of the international students from Africa reported that
they were satisfied with their academic programs but were having
problems not related to academics.
Hans (1975), found that the goals of foreign students from the
far east did not differ, by nationality, marital status, or academic
level. His assertion wjis that the principal goals students wanted to
achieve in the U.S. were educational.
Singh (1976) also found that the main goals of foreign students
were educational in nature. This thesis was supported by Hull (1978),
who found that academic goals were the most important to foreign
students. Spaulding and Flack (1976), concluded that the major
reasons foreign students came to the United States were the following:
to get an advanced education or training not available at home, to
acquire prestige through a degree from a U.S. institution, to take
advantage of available scholarship f\mds, to escape unsettled
political or economic conditions, and to learn more about the United
States.
Knudsen (1977) conducted a unique study to determine the critical
factors that would negatively influence the goal attainment of foreign
students in the international education program for the California
state university and college system. The study was not focused on
identification of goals from the students' points of view. But it was
on identification of critical factors for failure with use of the
fault free analysis based on the perceptions of international education
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administrators. Results showed that what foreign students seek in
their study in the U.S. appears to be educational goals. Acquisition
of prestige, ej^rience and knowledge of the U.S., and an escape from
the political problems in their home countries also appear to be less
important (Lee, 1981).
English Language Proficiency
Most of the international students in the United States view
English language proficiency as being of central importance.
Lectures, academic work and social conduct depend on their English
proficiency. While the majority of the research findings have agreed
that proficiency in English was positively related to academic
performance, (e.g., Halasz, 1969; Uehara, 1969, Elting, 1970;
Melendez-Craig, 1970; and Ayers and Peters, 1977). Selltiz (1963)
found that facility with English was not related to academic
performance. Studies have shown that engineering majors had more
problems with English than students in other disciplines (Hans, 1975).
Student Ma.ior
Chongolee (1978) found that the academic performance of foreign
students differed by major field. The engineering majors had the
highest performance, followed by physical science majors, then
biological science majors. Social science majors had the lowest
academic performance. Hountras (1956) found that a proportionately
greater number of foreign students, majoring in social and physical
sciences, incurred academic failures than those in other fields. By
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contrast, a proportionately smaller number of foreign students
majoring in humanities, experienced failure. In another study, Han
(1975), found that foreign students, majoring in engineering, had more
problems with English than students in other disciplines.
Quinn (1975) found that field of study was related to successful
adjustment. The results^ show that students majoring in liberal arts
adjusted more successfully than those in the scientific disciplines.
Similar results were found by Hull (1978) who reported that foreign
students majoring in art and humanities tended to interact with United
States nationals more than those in other majors.
Social Adjustment
Lack of proficiency with English is often thought of as the
source of social problems for international students. According to
Morris (1960), his study found that difficulty with English was
negatively related to foreign students' satisfaction with their stay
and contact with U.S. nationals. Nenyod (1975) concluded that some
social, housing, and food problems were due to lack of proficiency in
English.
English language proficiency was also found to be related to
social and emotional adjustment (Selltiz, 1963; and Hull, 1978) and
adaptation to American food (Ho, 1965). Spaulding and Flack (1976)
concluded that students who had difficulties with oral and written
English tended to have both academic and social adjustment problems.
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Personal-Emotional Adjustment
Selltiz, (1963) found that national background was related to
emotional adjustment. Quinn (1975) found successful adjustment
depended upon the regions from which students came. He reported that
European and Canadian students had the fewest problems followed by
middle eastern students., then Latin American students. Hull (1978)
found that Africans were most likely to face discrimination and
Iranians were most likely to have academic problems. For example,
while Africans had the greatest difficulty with unfriendliness of the
community, Asians had the greatest difficulty in English and social
relations.
A study conducted by Leong and Sedlacek (1986), with 194
international students and 179 U.S. students, during their orientation
program, indicated that "international students prefer to seek help
for emotional-social problems from parents, an older friend, or other
students. They were least likely to prefer members of the clergy,
psychiatrists, physicians, or faculty members" when compared to
students from the United States. This is because differences exist in
the help-seeking preferences of international and U.S. college
students. Hull (1978) also found that the quality of these contacts
and relationships between international students and members of the
host culture was important in the adjustment of international students
and their satisfaction with their experiences."
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Another possible factor, cited by Leong and Sedlack (1986), in
international students' interest in Formal Sources of help may be
their sense of being socially isolated. Clultural differences on both
sides may prevent international students from easily developing social
relationships with U.S. students (Brun and David, 1971; Qiurch, 1982).
Further revealed in this study was that "these cultural barriers to
relationships can exist at multiple levels and they may include
barriers such as pre-established groups among U.S. students, language
difficulties, i.e., foreign accents, and international students' lack
of knowledge concerning social norms and behaviors unique to the host
culture" (Leong and Sedlacek 1986, p. 429). These studies concluded
that, because of these social isolations, international students have
no other choice but to seek formal sources of help for their problems
(Brun and David, 1971).
Attachment to the (College
Other adjustment problems that international students may face
that could impact on their attachment to the college environment are
orientation, size of school and living arrangements.
Most of the studies done on orientation meetings considered the
programs as tools to help foreign students meet their needs, overcome
their problems, and facilitate their adjustment to American life.
However, research findings are not conclusive about the effects of
orientation. For example, Selltiz (1963) found that: Attending
orientation meetings was likely to increase the extent of social
relations formed with U.S. nationals by Asian students.
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However, this was not the case with other foreign students.
Comparable results were reported by Lozada (1970) who found that
orientation programs encourage personal contacts and friendships.
Longest (1969) found that foreign students participating in
orientation activities had lower transcultural anxiety scores.
Size of School
Some researchers believe that the size of a school could compound
the problems of international students. For example, Selltiz (1963)
found: "the size of the university to be negatively related to the
likelihood for foreign students to form social relations with U.S.
students, but positively related to emotional adjustment" (Lee 1981,
p. 18). Most importantly in this study, is that the researchers also
found that the size of a university was not related to academic
adjustment. Meanwhile, Nenyod (1975) concluded that: "foreign
students attendingsmall institutions had a greater number of academic
problems, a smaller number of housing and food problems, and a smaller
nvimber of social problems than those attending medium sized or large
institutions" (Lee 1981, p. 18). When it came to commvmications,
financial, religious and personal problems, no differences were found.
Therefore, it seems that foreign students, at small schools, face
fewer problems, in all areas, except academic work.
In a living arrangement study by Selltiz (1963), it was fotind
that living arrangements were significantly related to the
20
extent student formed social relationships. Accordingly, foreign
students, who lived in dormitories, established more social
relationships than those who lived in apartments. Also Siriboonma
(1978) found that living arrangements were related to degree of
satisfaction of foreign students. This was supported by Wilson (1975)
who found that living on campus and having an American roommate are
related to high social activities and involvement with Americans.
Summary
It has been theorized that international students
are more likely to have positive academic and nonacademic experiences
if they enjoy a satisfying contact with the host community (Hull,
1981; Mickle, 1984). A review of relevant literature found a lack of
consistent, coherent academic and nonacademic policies toward
international students at colleges and universities in the United
States (Goodwin and Nacht, 1982).
A review of related reseairch on international students reveals
that previous studies vary in terns of the populations studied and in
the subject matter. For example, many studies concentrated only on
one campus (Stafford, 1978), some were concerned with one nationality
group (Gama and Pederson, 1976), and others focused on students from
one region in the world (Pruitt, 1977). Some studies also were
concerned with only a particular professional group or specific major
(Mackson, 1975; Dhillon, 1976). In most cases, the subject matters of
previous studies were mostly centered around academic performance.
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adjustment to the U.S. environment and problems thereof. None of the
previous studies dealt with the adaptation of freshman international
students in American colleges and universities.
Need for the Study
As shown, by a review of relevant literatixre and related
research, none of the previous studies dealt with the adaptation of
freshman international students in American colleges and universities.
However, previous studies indicate that international students"
adjustment to the host institution varies according to country of
origin or nationality. Therefore, the problems of adjustment and
attachment have to be solved through effective communication among
freshman international students and the host institutions.
Purpose of Study
The purpose of this study was to assess the adjustment and
adaptation needs of freshman international students in selected
American colleges and universities of varying sizes of student
population.
Statement of Hypothesis
To carry out the purpose of this study, the following hypotheses
were tested:
1. There are statistically significant differences in
academic adjustment among freshman international
students in the study sample.
2. There are statistically significant differences in
social adjustment among freshman international students
in the study sample.
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3. There are statistically significant differences
in personal-emotional adjustment among freshman
international students in the study sample.
4. There are statistically significant differences
in attachment to the college environment among
freshman international students in the study sample.
CHAPTER II
Methods
This study utilized survey research techniques. It commenced in
September, 1989 and terminated during the month of February, 1990.
Methods are listed below.
Site
The site of this study was Atlanta, Georgia. Atlanta is a
predominantly Black metropolitan city. Several colleges and
universities are located there. These colleges and universities have
a reasonably consistent population of freshman international students.
Setting
Five colleges and/or universities within metro Atlanta were
used. But, due to scheduling and other unforeseen structural
problems, it became difficult to assemble the students. These schools
were selected because each had more than 20 freshman international
students during the selection process, and they indicated verbally
their willingness to participate in the study. A follow-up letter was
then sent to the schools for formal approval (see Appendix B and D).
Table 2.1 contains information about the enrollment of freshmen
in the respective schools.
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Table 2.1 Number of Freshman International Students to













All freshmen in the universe of international students at sites A
to E colleges and/or universities were included in the subject pool.
These students were enrolled for Fall and Winter terms 1989-90 (see
Table 2.1).
Sample
Freshman international students, who were available at the time
of the study and willing to participate were included in the
population for the study.
Instrumentation
In order to carry out this study, the Student Adaptation to
College Questionnaire," (SACQ), was used as an instrument (WPS, 1988)
(see Appendix A). The Student Adaptation to College Questionnaire
(SACQ) is designed to assess freshman students' adjustment to colleges
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and universities. It has been proven to be useful as an assessment
aid in counseling college students and in basic research (WPS, 1988).
The SACQ is a 67-item, self-report, questionnaire that can be
administered individually or in groups in about 20 minutes. The SACQ
is divided into four principle subscales which focus on certain
aspects of adjustment to college.
Table 2.2 contains information about the subscales fo the SACQ.
Table 2.2 SACQ Subscale and Number of Items
Subscale Number of items
1. Academic adjustment 24
2. Social adjustment 20
3. Personal-emotional adjustment 15
4. Attachment (goal commitment/
institvxtional adjustment) 15
5. Others _3
Total Number of Items 77
An assumption xinderlying and shaping the develoE«nent of the SACQ
is that adjustment to college is multi-faceted. Accordingly, each
item is a verbal statement alluding to one of many facets of the
experience of adjusting to college. These items also allude, either
explicitly or implicitly, to how well the student is coping with that
demaind (WPS, 1988). The statements in the questionnaire describe
general college experiences that may or may not apply to the student.
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Students should carefully read the directions, enter the identifying
information, and then proceed to the items.
The following section is intended to explain subscale items in
each cluster from the four areas of adjustment being measured by this
researcher. These clusters are defined below.
The academic adjustment subscale refers to various dimensions of
the educational demands characteristic of the college experience.
Subscale items may be classified into four item clusters (WPS, 1988).
(1) Motivation: The purpose of this cluster is to describe
attitudes towards academic goals and the academic work
required, motivation for being in college and for doing
academic work, and sense of educational purpose. This
cluster contains six items (see Appendix A)—items 5, 19,
23, 32, 50, and 58.
(2) Application: The purpose of this cluster is to describe
how well motivation is being translated into actual
academic effort, how successfully the student is applying
herself/himself to the academic work and meeting academic
requirements. This cluster contains four items (see
Appendix A)—items 3, 17, 29, eind 44.
(3) Performance: The purpose of this cluster is to describe
the efficacy of success of academic effort as reflected
in various aspects of academic perfomance and the
effectiveness of academic functioning. This cluster
contains nine items (see Appendix A)— items 6, 10, 13, 21,
25, 27, 39, 41, and 52.
(4) Academic Environment: The purpose of this cluster is to
describe satisfaction with the academic environment and what
it offers. This cluster contains five items (see Appendix
A)—items 26, 43, 54, 62, and 66.
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SQcial_Adkmaimeiii
The social adjustment subscale items are relevant to the
interpersonal-societal demands inherent in adjustment to college. Its
items may be divided into four item clusters (WPS, 1988):
(1) General: The purpose of this cluster is to describe
the extent and success of social activities and
functioning in. general. This cluster contains
seven items (see Apppendix A)—items 1, 8, 9, 18, 37, 46,
and 65.
(2) Other People: The purpose of this cluster is to describe
involvement and relationship with other persons
on campus. This cluster contains seven items (see Appendix
A)—items 4, 14, 33, 42, 48, 56, and 63.
(3) Nostalgia: The purpose of this cluster is to describe
dealing with social relocation and being away from home
and significant persons there. This cluster contains
three items (see Appendix A)—items 22, 51, and 57.
(4) Social Environment: The purpose of this cluster is to
describe satisfaction with the social aspects of the
college environment. This cluster contains three
items (see Appendix A)—items 16, 26, and 30.
Personal-Emotional Adjustment
The personal-emotional adjustment subscale items are aimed at
determining how the student is feeling, psychologically and
physically: the degree to which he/she is experiencing general
psychological distress and any associated somatic problems. This
subscale can be divided into two item clusters (WPS, 1988). They are:
psychological and physical.
(1) Psychological: The purpose of this cluster is to describe
the sense of psychological well-being. This cluster
contains nine items (see Appendix A)—items 2, 7, 12, 20,
31, 38, 45, 49, and 64.
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(2) Physical: The purpose of this cluster is to describe the
sense of physical well-being. This cluster contains
six items (see Appendix A)—items 11, 24, 28, 35, 40,
and 55.
Attachment
Generally, this subscale is designed to measure the degree of
commitment to educational-institutional goals and degree of attachment
to the particular institution the student is attending most,
especially the quality of the relationship or bond that is established
between the student and the institution. Of the six items that are
exclusive to this subscale, eight are shared with the social
adjustment subscale and one with the academic adjustment subscale. One
of the items that is also on the social adjustment subscale, may be
divided into two item clusters (WPS, 1988). They are general and
specific questions regarding attitudes towards colleges and/or
universities:
(1) General Attitude Towards College: The purpose of this
cluster is to describe how one feels about, or the degree
of satisfaction with, being in college in general. This
cluster contains three items (see Appendix A)—items 15, 60,
and 61.
(2) Specific Attitude Towards College: The purpose of this
cluster is to describe how one feels about, or the degree of
satisfaction with, being at the institution of enrollment
in particular. This cluster contains four items (see
Appendix A)—items 16, 34, 47, and 59.
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Scoring
Each SACQ item is a statement which the student responds to on a
nine-point scale ranging from "Applies very closely to me" on the
left, to "Doesn't apply to me at all" on the right. The student
indicates the point on the scale that best represents the degree to
which the statement is true for him or her at the time of testing.
Raw scores for the full scale score range from 67 to 603 (WPS, 1988).
Remge. .oi_Scgrea
The ranges of raw scores for the subscales are (a) for the
Academic Adjustment Subscale, 24-216; (b) for the Social Adjustment
Subscale, 20-180; (c) for the Personal-Emotional Ad.justment Subscale,
15-135; and (d) for the Attachment Subscale, 15-135.
Procedure
The researcher has used 10 research procedures in the selection
of subjects participating in this study (see Table 2.3).
Procedure I. Identifying the colleges/universities with fresman
international students.
Procedure II. Participating schools were then chosen on the
basis of their proximity to metropolitan Atlanta, and each
participating school had at least 20 freshman international students
who were currently registered at the pre-research period.
Procedure III. The reseracher obtained verbal consent and
permission from participating institutions to use their
college/university for the study (see Appendix D).
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Procedure IV. A letter was sent to selected schools seeking
their permission to administer the Student Adaptation to College
Questionnaire (see Appendix B).
Procedure V. The researcher then drew from five metro colleges
and viniversities: Site A, B, C, D. and E.
Procedure VI. A population size of 100 freshman international
students was established.
Procedure VII. Subjects were notified through telephone call,
contacts, and verbal dissimination of the proposed study.
Procedure VIII. Wrote subjects a letter through the
institutions. Follow-up letters were also sent to those who did
not respond to the initial request (see Appendix E and F).
Procedure IX. Those who showed up and those who responded
through mail-in were the sample.




Summary of Procedural Steps from Pre-Research to Post Research
Period—Spring and Summar 1989 to Winter 1990 ‘













































Period (February) Study terminated
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Data Collection
All data were collected by researcher.
Data Analysis
The statistical procedures used in this study was the t teat, and
the level of significance was set at .05.
Human Subject Contract .




The purpose of this study was to assess the adjustment and
adaptation needs of freshman international students in American
colleges and universities. The results for this chapter are organized
in the following manner.; Section A and Section B. Section A inclxides
results regarding demographic data, major, and results of frequency
analysis by coimtry of origin. Section B includes results of the
responses for the subjects relative to their opinions of adaptation
and adjustment in American colleges and xmiversities.
Section A: Demographic Data
The following variables were included in the demographic data:
Number of Freshman International Students, Age, Sex, Current Standing,
Semester/Quarter, and Current Academic Status.
Freshman International Students and Host Institutions
As shown in Table 3.1, of the 76 survey respondents, 4 (or 5.26%)
were from Site A, 10 (or 13.16%) were from Site B, 22 (or 28.94%) were
from Site C, 32 (or 42.11%) were from Site D, and 8 (or 10.53%) were






Sampled from Participating Institutions (N=76)
Site Sampling %
Site A N = 4 5.3
Site B N = 10 13.2
Site C N = 22 28.9
Site D N = 32 42.1
Site E N = 8 10.5
N = 76 or 100.0
Age
As shown in Table 3.2, of the 76 survey respondents, 70 or
(92.10%) were between 16-25 years of age, and 59 (or 77
.63%) were 20 years or less, and mostly from Site D. Meanwhile, five
(or 6.58%) were between 26-35 years of age and mostly from Site C; and
one (or 1.32%) was between 36-45 years of age, and was from Site C
also. Therefore, the typical survey respondent was 25 years or less,
and was enrolled at Site D.
Sfiz
As shown in Table 3.2, of the 76 survey respondents, 33 (or
43.42%) were females, and mostly from Site C; while 43 (or 56/88%)
were males, and mostly from Site D. Therefore, the typical survey
respondent was male, and from Site D.
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Semester/Quarter
As shown in Table 3.2, of the 76 survey respondents, 22 (or
28.95%) were enrolled as Semester I students in a semester
institution, and 54 (or 71.05%) were enrolled in a quarter
institutions. Out of these nianbers, in a quarter instiution, 40 (or
52.63%) responded during the Fall Quarter, while 14 (or 18.42%)
responded during the Winter Quarter. Therefore, the typical survey
respondent attended a quarter system institution.
Current Status
As shown in Table 3.2, of the 76 survey respondents, 69 (or
90.79%) were full time students and mostly from Site D. Meanwhile,
five (or 6.58%) were part-time students and mostly from Site C, while
two (or 2.63%) did not respond mostly from Site D. Therefore, the
typical survey respondent was a full-time student.
Further analysis of Table 3.2 indicate that of the five (or
6.58%) of the part-time students mostly from Site C, four (or 5.26%)
were females: one majored in Math/Computer Science, the second in
Business, and the third in Fine Arts, while the fourth did not
specify. One (or 1.32%) was male and majored in Math/Computer
Science. Therefore, the typical pairt-time survey respondent was
female from Site C.
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Table 3.2 Sanple PeBoeraphic Characteristics of Freshaan
InternationalStudents b? Institutions in 1969/90 Acadeiic
Tear b? Age. Sex. Cnrrent Standing. SeBester/Qqarter. and-
Current Acadeaic Statas. in Huabers (fl and Percepts (XI
iMii
Nunber of Freshoan International Students
Sampled from Participating Institutions
Site A Site B Sife C Site D Site E Total Aggregate
Age i % 1 1 t 1 1 X 1 X t X
16-25 4 5.26 10 13.16 16 21.04 32 42.10 8 10.53 70 92.10
26-35 5 6.58 5 6.56
36-45 1 1.32 1 1.32
4 5.26 10 13.16 22 28.94 32 42.10 8 10.53 76 100
Site A Site fi Site C Site D Site E Total Aggregate
Sex « X 1 1 1 1 f X t X 1 X
Female 4 5.26 5 6.58 14 18.42 4 5.26 6 7.90 33 43.42
Hale 5 6.58 8 10.52 28 36.85 2 2.63 43 56.58
4 5.26 10 13.16 22 28.94 32 42.11 8 10.53 76 100
Freshman International Students = 76
Table 3.2—Continued
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Current Acadenic Status Nunber Percent
Full-time 69 89.47
Part-time 5 6.58»
No Response 2 2.63»
Total 76 100
Senester Nunber Percent
Senester I 22 28.95






*A11 part-tine freshman international students were enrolled at Site C.
The tvo students with no responses were fron Site D.
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Ma.ior
As shown in Table 3.2, of the 76 survey respondents, 25 (or
32.90%) majored in Engineering. Of this ntunber, 24 (or 31.59%) were
from Site D, one (or 1.32%) was from Site B. Therefore, the typical
engineering major enrolled in Site D.
As shown in Table, 3.3, of the 76 survey respondents, 14 (or
18.42%) majored in Business. Of this number, seven lor 9.20% were
from Site C, two (or 2.63%0 were from Sites A, B, and E respectively,
and one (or 1.32%) was from Site D. Therefore, the typical business
major enrolled in Site C.
As shown in Table 3.3, of the 76 survey respondents, nine (or
11.85%) majored in Math/Computer Science. Of this number, four (or
5.26%) were from Site D, three (or 3.95%0 were from Site C, and two
(or 2.63%) was from Site E. Therefore, the typical Math/Computer
Science major enrolled in Site D.
Data from Table 3.3 indicate also that of the 76 survey
respondents, 11 (or 14.48%) were undecided. Most were from Site B and
C. The rest of the survey respondents majored in other cireas for
which data was collected.
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Table 3.3 Field of Study (H=76)
Site A Site B Site C Site D Site E Total
Aggregate
Major f X f 1 1 1 1 X IX IX
Business 2 2.63 2 2.63 7 9.20 1 1.32 2 2.63 14 18.42
Education 1 1.32 1 1.32
Engineering 1 1.32 24 31.58 25 32.90
Fine Arts 2 2.63 1 1.32 3 3.95
Health Sciences 2 2.63 2 2.63




1 1.32 1 1.32
Science 3 3.95 4 5.26 2 2.63 9 11.84
Social Science 1 1.32 2 2.63 3 3.95
Other 3 3.95 1 1.32 1 1.32 5 6.58
Undecided 5 6.58 4 5.26 1 1.32 1 1.32 11 14.48
Total 4 5.26 10 13.16 22 28.94 32 42.11 8 10.53 76 100
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Table 3.4 Results of Frequency Analysis by Country
of Origin of Freshman International Students














Africa 3 3.95 6 7.89
Asia 8 10.53 11 14.47 1 1.32



















White 2 2.63 7 9.21 4 5.26
No Response/Other 1 1.32 1 1.32 4 5.26
Total 4 5.26 10 13.16 22 28.94 32 42.11 8 10.53
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Frequency Analysis bv Country of Origin
As shown in Table 3.4, of the 76 survey respondents, 64 (or
84.21%) were enrolled in three traditionally white integrated
universities; 12 (or 15.79%) were enrolled in two historically Black
colleges and universities; 54 (or 71.05%) of those attending
traditionally White integrated universities enrolled in two state
systems; 10 (or 13.16%) were enrolled in one private university.
Therefore, the typical survey respondent was enrolled in a state
university system.
World Region of Origin
As shown in Table 3.5, of the 76 survey respondents, 25
(or 32.91%) came from Asia; 21 (or 27.65%) came from Europe or
indicated that they were white; 11 (or 14.29%) were from Latin
America; 10 (or 13.16%) were from Africa and the Middle East; 3 (or
3.95%) were from Australia; 6 (or 7.90%) did not indicate their
country or region of. Therefore, the typical survey respondent came
from Asia.
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Table 3.5 Percentage Share of Freshian International Students froB

















Africa 11.84 Asia 26.32 Britain 1.32 Coluabia 1.32 Australia 3.95 Site A 1.32
Iran 1.32 China 1.32 Dennark 1.32 Ecuador 1.32 Site B 1.32
India 2.63 Finland 1.32 Hispanic 7.89 Site D 5.26
Japan 1.32 Gernany 1.32 Janaica 1.32
Russia 1.32 Greece 1.32 Panana 1.32




Total 13.16 32.91 27.65 14.29 3.95 7.90
iSone students choose to refer to their world region instead
of indicating their country of origin (e.g. Africa, Asia, White,
and Hispanic).
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Table 3.6 Coixntriea or Other Places of Origin of Freshman
International Students and Percentage Share, 1989/90
in Numbers and Percents (%) (N-76)
Locality a %
Asia (General) 20 26.32
Others (White) 13 17.10
Africa 9 11.84




















Countries or Places of Origin
As shown in Table 3.6, of the 76 survey respondents, 29 (or
38.16%) were from Africa and Asia; 13 (or 17.10%) responded that they
were White for no apparent reason; six (or 7.90%) gave no response;
while another six (or 7.90%) responded that they were Hispanics.
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Three (or 3.95%) were from Australia; two (or 2.63%) were from India
and Sweden respectively. One student (or 1.32%) came from each of the
following countries: Britain, China (PRC), Columba, Denmark, Eucador,
Finland, Germany, Greece, Iran, Jamaica, Japan, Panama, Peru, Ruissia,
and Spain. Therefore the typical survey respondent was from Asia.
The typical survey respondent was a full-time 25-year old Asian
male enrolled at Site D. He held a major in engineering, and was
enrolled in a state university system using quarter hours.
Section B: Freshman Adaptations to College and University:
Academic. Social. Personal-emotional and Attachment
In this section of the report, all of the items are organized
into 12 critical clusters (see Appendix 1). Those clusters
represented different aspects of each subscale and were derived
through logical analysis. The clusters for each subscale are grouped
together. Results are also reported by hypotheses as they related to
the sub-scale.
Academic Adjustment and Hypothesis One
Academic Adjustment was related to Hypothesis One. This
hypothesis stated that there were statistically significant
differences in academic adjustment among freshman International
Students in the Study Sample. Therefore, changes in scores may be an
indication of possible problems in adjustment to college or
university.
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The academic adjustment subscale consisted of four clusters made
up of twenty-four items. The four clusters were Motivation,














Is definite about reasons for being in college
Has well-defined academic goals
Considers college degree important
Doubts value of college degree
Enjoys academic work










Keeps up-to-date with academic work
Does not work as hard as he or she should
















Finds academic work difficult
Does not function well during exams
Is satisfied with academic performance
Does not feel smart enough for course work
Does not use study time efficiently
Enjoys writing papers for courses
Has trouble concentrating when studying
Does not do well academically, considering effort










Is satisfied with variety of courses
Is satisfied with quality of courses at institutions
presently attending
Is satisfied with program of courses
Is satisfied with professors
Is satisfied with academic environment
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Group A 4 155.0000
Group B 10 136.8000
Group A 4 155.0000
Group C 21 160.8571
Group A 4 155.0000
Group D 32 155.2500
Group A 4 155.0000
Group E 8 149.3750
Group B 10 136.8000
Group C 21 160.8571
Group B 9 136.8000
Group D 32 155.8000
Group B 9 136.8000
Group E 8 149.3750
Group C 21 160.8571
Group D 32 155.2500
Group C 21 160.8571
Group E 8 149.3750
Group D 32 155.2500










































As shown in Table 3.7, the mean scores for Academic Adjustment
were 155.0000 and 136.8000 for Groups A and B, respectively. The
corresponding standard deviations were 16.773 and 26.820. Results
showed that the t-value was 1.25 (df = 11, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Academic
Adjustment scores of Groups A and B students.
As shown in Table 3.7, the mean scores for Academic Adjustment
were 155.0000 and 160.8571 for Groups A cind C, respectively. The
corresponding standard deviations were 16.773 and 27.321. Results
showed that the t-value was -0.41 (df = 23, p = > .05). Those scores
were not significant at the .05 level of significance. Therefore, the
hypothesis was not supported by the data and it was rejected.
Therefore, there apperas to be no differences in the Academic
Adjustment scores of Groups A and C students.
As shown in Table 3.7, the mean scores for academic adjustment
were 155.0000 and 155.2500 for Groups A and D, respectively. The
corresponding standard deviations were 16.773, and 31.045. Results
showed that the t-value was -0.02 (df = 34, P = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Academic
Adjustment scores of Groups A and D students.
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As shown in Table 3.7, the mean scores for academic adjustment
were 155.0000 and 149.3750 for groups A and E, respectively. The
correspoinding standard deviations were 16.773 and 32.724. Results
showed that the t-value was 0.32 (df = 10, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data. Therefore, there
appears to be no differences in the Academic Adjustment scores of
Groups A and B students.
As shown in Table 3.7, the mean scores for Academic adjustment
were 136,8000 and 160.8571 for Groups B and C, respectively. The
coresponding standard deviations were 26.820 and 27.321. Results
showed that the t-value was -2.30 (df = 28, p = < .05). These scores
were significant at the .05 level of significance. Therefore,
Hypothesis One was supported by the data and it was accepted.
Therefore, there appears to be a signficant difference in the Academic
Adjustment scores of Groups B and C students.
As shown in Table 3.7, the mean scores for Academic Adjustment
were 136,8000 and 155.2500 for Groups B and D, respectively. The
corresponding standard deviations were 26.820 and 31.045. Results
showed that the t-value was -1.69 (df = 39, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Academic
Adjustment scores of Groups B and D students.
49
As shown in Table 3.7, the mean scores for Academic Adjustment
were 136,800 and 149.3750 for Groups B and E, respectively. The
corresponding standard deviations were 26.820 and 32.724. Results
showed that the t-value was -0.90 (df = 11, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Tlierefore, there appears to be no differences in the Academic
Adjustment scores of Groups B and E students.
As shown in Table 3.7, the mean scores for Academic adjustment
were 160.8571 and 15.2500 for Groups C and D, respectively. The
corresponding standard deviations were 27.321 and 31.045. Results
showed that the t-value was 0.67 (df = 51, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Academic
Adjustment scores of Groups C and D students.
As shown in Table 3.7, the mean scores for Academic adjustment
were 160,8571 and 149.3750 for Groups C and E, respectively. The
corresponding standard deviations were 27.321 and 32.724. Results
showed that the t-value was 0.96 (df = 27, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Academic
Adjustment scores of Groups C and E students.
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As shown in Table 3.7, the mean scores for academic adjustment
were 155.2500 and 149.3750 for Groups D and E,'respectively. The
corresponding standard deviations were 31.045 and 32.724. Results
showed that the t-value was 0.47 (df = 38, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis One was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Academic
Adjustment scores of Groups D and E students.
Social Adjustment and Hypothesis Two
The Social adjustment subscale was related to Hypothesis Two.
This hypothesis stated that there were statistically signifcant
differences in social adjustment among freshman international students
in the study sample.
The social adjustment subscale consisted of four clusters made up
of twenty items. The four clusters were General, Other People,














Fits in well with college environment
Is very involved with college social activities
Is adjusting well to college
Has several close social ties
Has adequate social skills
Is satisfied with social participation







Is meeting people and making friends
Has informal contact with professors
Gets along well with roommates
Has difficulty feeling at ease with others at college
Does not mix well with opposite sex
Feels different from others in undesirable ways














Is lonesome for home
Feels lonely a lot
Would rather be home







Is pleased about decision to attend this college 26
in a dormitory
Is satisfied with extracurricular activities
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 105.7500 and 138.8000 for Groups A and B, respectively.
The corresponding standard deviations were 50.881 and 27.684. Results
showed that the t-value was -1.60 (df = 12, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Two was not svxpported by the data and it was rejected.
Therefore, there appears to be no differences in the Social Adjustment
scores of Groups A and B.
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 105.750 and 116.6190 for Groups A and C, respectively.
The corresponding standard deviations were 50.881 and 29.144. Results
showed that the t-value was -0.61 (df = 23, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
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Hypothesis Two was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Social Adjustment
scores of Groups A and C.









Group A 4 105.7500 50.881 -1.60 0.136
Group B 10 138.8000 27.684
Group A 4 105.7500 50.881 -0.61 0.550
Group C 21 116.6190 29.144
Group A 4 105.7500 50.881 -0.68 0.500
Group D 32 117.1563 29.028
Group A 4 105.7500 50.881 -0.05 0.961
Group E 8 106.8750 28.251
Group B 9 138.8000 27.684 2.01 0.054>f'
Group C 21 116.6190 29.144
Group B 9 138.8000 27.684 2.08 0.044=(«
Group D 32 117.1563 29.028
Group B 9 138.8000 27.684 2.41 0.028*
Group E 8 106.8750 28.251
Group C 21 116.6190 29.144 -0.07 0.948
Group D 32 117.1563 29.028
Group C 28 116.6190 29.144 0.81 0.424
Group E 8 106.8750 28.251
Group D 32 117.1563 29.028 0.90 0.374
Group E 8 106.8750 28.251
>Kp < .05
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As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 105.7500 and 117.1563 for Groups A and D, respectively.
The corresponding standard deviations were 50.881 and 29.028. Results
showed that the t-value was -0.68 (df = 34, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Two was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Social Adjustment
scores of Groups A and D students.
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 105.7500 and 106.8750 for Groups A and E, respectively.
The corresponding standard deviation =s were 50.881 and 28.251.
Results showed that the t-value was -0.05 (df = 10, p = > .05). These
scores were not significant at the .05 level of significance.
Therefore, Hypothesis Two was not supported by the data and it was
rejected. Therefore, there appears to be no differences in the Social
Adjustment scores of Groups A and E students.
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 138,8000 and 116.6190 for Groups B and C, respectively.
The corresponding standard deviations were 27.684 and 29.144. Results
showed that the t-value was 2.01 (df = 29, p = < .05). These scores
were significant at the .05 level of significance. Therefore,
Hypothesis Two was supported by the data and it was accepted.
Therefore, there appears to be a significant difference in the Social
Adjustment scores of Groups B and C students.
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As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 188.8000 and 117.1563 for Groups B and D, respectively.
The corresponding standard deviations were 217.684 and 29.028.
Results showed that the t-value was 2.08 (df = 40, p = < .05 These
scores were significant at the .05 level of significance. Therefore,
Hypothesis Two was supported by the data and it was accepted.
Therefore, there appears to be a significant difference in the Social
Adjustment scores of Groups B and D students.
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 138.8000 and 106.8750 for Groups B and E, respectively.
The corresponding standard deviations were 27.684 and 28.251. Results
showed that the t-value was 2.41 (df = 16, p = < .05). These scores
were significant at the .05 level of significance. Therefore,
Hypothesis Two was supported by the data and it was accepted.
Tlierefore, there apperas to be a significant difference in the Social
Adjustment scores of Groups B and E students.
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 116.6190 and 117.1563 for Groups C and D, respectively.
The corresponding standard deviations were 29.144 and 29.028. Results
showed that the t-value was -0.07 (df = 51, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Two was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Social Adjustment
scores of Groups C and D students.
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As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 116.6190 and 106.8750 for Groups C and E, respectively.
The corresponding standard deviations were 29.144 and 28.251. Results
showed that the t-value was 0.81 (df = 27, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Two was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Social Adjustment
scores fo Groups C and E students.
As shown in Table 3.8, the mean scores for the Social Adjustment
subscale were 117.1563 and 106.8750 for Groups D and E, respectively.
The corresponding standard deviations were 29.028 and 28.251. Results
showed that the t-value was 0.90 (df = 38, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Two was not supported by the data and it was rejected.
Therefore, there appears to be a significant difference in the Social
Adjustment scores fo Groups D and E students.
Personal-Emotional Ad.iustment and Hypothesis Three
The Personal-Emotional adjustment subscale was related to
Hypothesis Three. This hypothesis stated that there were
statistically significant differences in personal-emotional adjustment
among freshman international students in the study sample.
The Personal-Emotional adjustment subscale consisted of two
clusters made up of fifteen items. The two clusters were

















Feels Tense or Nervous
Feels blue and moody
Being independent has not been easy
Is not able to control emotions well lately
Has thought about seeking psychological help recently
Gets angry too easily lately
Sometimes thinking gets muddled too easily
Worries a lot about college expenses












Feels tired a lot lately
Appetite is good
Has a lot of headaches
Gained or lost a lot of weight lately
Is not sleeping well
Feels in good health
As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscores were 88.0000 and 89.9000 for Groups A and B,
respectively. The corresponding standard deviations were 13.736 and
19.046. Results showed that the t-value was -0.18 (df = 12, p = >
.05). These scores were not significant at the .05 level of
significance. Therefore, Hypothesis Three was not supported by the
data and it was rejected. Therefore, there appears to be no
differences in the Personal Emotional Adjustment scores of Groups A
and B students.
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Table 3.9 Personal-Emotional Ad.iuatment (N=76)
Number
Groups of Cases Mean
Group A 4 88.0000
Group B 10 89.9000
Group A 4 88.0000
Group C 21 100.6190
Group A 4 88.0000
Group D 32 93.9688
Group A 4 88.0000
Group E 8 84.0000
Group B 10 89.9000
Group C 21 100.6190
Group B 10 89.9000
Group D 32 93.9688
Group B 10 89.9000
Group E 8 84.0000
Group C 21 100.6190
Group D 32 93.9688
Group C 21 100.6190
Group E 8 84.0000
Group D 32 93.9688





































As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 88.0000 and 100.6190 for Groups A and C,
respectively. The corresponding standard deviations were 13.736 and
17.965. Results showed that the t-value was -1.32 (df = 23, p =
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>.05). These scores were not significant at the .05 level of
significance. Therefore, Hypothesis Three was not supported by the
data and it was rejected. Therefore, there appears to be no
differences in the Personal Emotional Adjustment scores of Groups A
and C students.
As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 88.0000 and 93.9688 for Groups A and D,
respectively. The corresponding standard deviations were 13.736 and
19.909. Results showed that the t-value was -0.58 (df = 34, p = >
.05). These scores were not significant at the .05 level of
signficance. Therefore, Hypothesis Three was not supported by the
data and it was rejected. Therefore, there appears to be no
differences in the Personal Emotional Adjustment scores of Groups A
and D students.
As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 88.0000 and 84.0000 for Groups A and E,
respectively. The corresponding standard deviations were 13.736 and
20.577. Results showed that the t-value was 0.35 (df = 10, p = >.05).
These scores were not significant at the .05 level of significance.
Therefore, Hypothesis Tliree was not supported by the data and it was
rejected. Therefore, there appears to be no differences in the
Personal Emotional Adjustment scores of Groups A and E students.
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As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 89.9000 and 100.6190 for Groups B and C,
respectively. The corresponding standard deviations were 19.046 and
17,965. Results showed that the t-value was -1.52 (df 29, p = > .05).
These scores were not significant at the .05 level of significance.
Therefore, Hypothesis Three was not supported by the data and it was
rejected. ITierefore, there appears to be no differences in the
Personal Emotional Adjustment scores of Groups B and C students.
As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 89,900 and 93.9688 for Groups B and D,
respectively. The corresponding standard deviations were 19.046 and
19.909. Results showed that the t-value was 0.57 (df = 40, p = >
.05). These scores were not significant at the .05 level of
significance. Iherefore, Hypothesis Three was not supported by the
data and it was rejected. Therefore, there appears to be no
differences in the Personal Emotional Adjustment scores of Groups B
and D students.
As shown in Table 3.9 the mean scores for the Personal-Emotional
adjustment subscale were 89.0000 and 84.0000 for Groups B and E,
respectively. The corresponding standard deviations were 19.046 and
20.577. Results showed that the t-value was 0.63 (df = 16, p = >.05).
These scores were not significant at the .05 level of significance.
Therefore, Hypothesis Three was not supported by the data and it was
rejected. Therefore, there appears to be no differences in the
Personal Emotional Adjustment scores of Groups B and E students.
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As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 100.6190 and 93.9688 for Groups C and D,
respectively. The corresponding standard deviations were 17.965 and
19.909. Results showed that the t-value was 1.24 (df = 51, p = >
.05). These scores were not significant at the .05 level of
significance. Therefore_^, Hypothesis Three was not supported by the
data and it was rejected. Therefore, there appears to be no
differences in the Personal Emotional Adjustment scores of Groups C
and D students.
As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 100.6190 and 84.0000 for Groups C and E,
respectively. The corresponding standard deviations were 17.965 and
20.577. Results showed that the t-value was 2.16 (df =27, p = <
.05). Tliese scores were significant at the .05 level of significance.
Therefore, Hypothesis Three was supported by the data and it was
accepted. Therefore, there appears to be a significant difference in
the Personal Emotional Adjustment scores of Groups C and E students.
As shown in Table 3.9, the mean scores for the Personal-Emotional
adjustment subscale were 93.9688 and 84.0000 for Groups D and E,
respectively. The corresponding standard deviations were 19.909 and
20.577. Results showed that the t-value was 1.26 (df = 38, p = >
.05). These scores were not significant at the .05 level of
significance. Therefore, Hypothesis Three was not supported by the
data and it was rejected. Therefore, there appears to be no
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differences in the Personal Emotional Adjustment scores for Groups D
and students.
The attachment to the college or university environment was
related to Hypothesis Four. This hypothesis stated that there are
statistically significant differences in attachment to the college
environment among freshman international students in the study sample.
The attachment subscale consisted of two clusters made up of











Is pleased with decision to go to college
Thinks a lot about dropping out of college permanently










Is pleased about attending this college
Would prefer to be at another college
Expects to finish bachelor's degree
Is thinking about transferring to another college
As shown in Table 3.10, the mean scores for the Attachment
subscale were 101.0000 and 107.7000 for Groups A and B, respectively.
The corresponding standard deviations were 29.855 and 21.828. Results
showed that the t-value was -0.47 (df = 12, p = > .05). These scores
were not significant at the .05 level of significance. Therefore
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Hypothesis Four was not supported by the data and it was rejected.
Tlierefore, there appears to be no differences in the Attachment scores
of Groups A and E students.









Group A 4 101.0000 29.855 -0.47 0.647
Group B 10 107.7000 21.828
Group A 4 101.0000 29.855 -0.73 0.475
Group C 21 109.0000 18.278
Group A 4 101.0000 29.855 -0.16 0.873
Group D 32 102.7500 19.309
Group A 4 101.0000 29.855 0.72 0.489
Group E 8 89.5000 24.384
Group B 10 107.7000 21.828 -0.17 0.863
Group C 21 109.0000 18.278
Group B 10 107.7000 21.828 0.69 0.496
Group D 32 102.7500 19.309
Group B 10 107.7000 21.828 1.67 0.114
Group E 8 89.5000 24.384
Group C 21 109.0000 18.278 1.18 0.245
Group D 32 102.7500 19.309
Group C 21 109.0000 18.278 2.34 0.027>K
Group E 8 89.5000 24.384
Group D 32 102.7500 19.309 1.65 0.108
Group E 8 89.5000 24.384
*p < .05
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As shown in Table 3.10, the mean scores for the Attachment
subscale were 101.0000 and 109.0000 for Groups'A and C, respectively.
The corresponding standard deviations were 29.855 and 18.178. Results
showed that the t-value was -0.73 (df = 23, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not^supported by the data and it was rejected.
Therefore, there appears to be no differences in the Attachment scores
of Groups A and C students.
As shown in Table 3.10, the mean scores for the Attachment
subscale were 101.0000 and 102.7500 for Groups A and D, respectively.
The corresponding standard deviations were 29.855 and 19.309. Results
showed that the t-value was -0.16 (df = 34, p = >.05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Attachment scores
of Groups A and D students.
As shown in Table 3.10, the mean scores for the Attachment
subscale were 101.0000 and 89.5000 for Groups A and E, respectively.
The corresponding standard deviations were 29.855 and 24.384. Results
showed that the t-value was 0.72 (df = 10, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Fovir was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Attachment scores
of Groups A eaid E students.
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As shown in Table 3.10, the mean scores for the Attachment
subscale were 107,7000 and 109.0000 for Groups' B and C, respectively.
The corresponding standard deviations were 21.828 and 18.278. Results
showed that the t-value was -0.17 (df = 29, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not.supported by the data and it was rejected.
Therefore, there appears to be no differences in the Attachment scores
of Groups B and C students.
As shown in Table 3.10, the mean scores for the Attachment
subscale were 107.7000 and 102.7500 for Groups B and D, respectively.
The corresponding standard deviations were 21.828 and 19.309. Results
showed that the t-value was 0.69 (df = 40, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not supported by the data and it was rejected.
As shown in Table 3.10, the mean scores for the Attachment
subscale were 107.7000 and 89.5000 for Groups B and E, respectively.
The corresponding standard deviations were 21.828 and 24.384. Results
showed that the t-value was 1.67 (df = 16, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Attachment scores
of Groups B and E students.
As shown in Table 3.9, the mean scores for the Attachment
subscale were 109.0000 and 102.7500 for Groups C and D, respectively.
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Tlie corresponding standard deviations were 18.278 and 19.309. Results
showed that the t-value was 1.18 (df = 51, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not supported by the data and it was rejected.
Therefore, there appears to be a significant difference in the
Attachment scores of Grgups C and D students.
As shown in Table 3.10, the mean scores for the Attachment
subscale were 109.0000 and 89.5000 for Groups C and E, respectively.
Tlie corresponding standard deviations were 18.278 and 24.384. Results
showed that the t-value was 2.34 (df = 27, p = < .05). These scores
were significant at the .05 level of significance. Therefore,
Hypothesis Four was supported by the data and it was accepted.
Therefore, there appears to be a significant difference in the
Attachment scores of Groups C and E students.
As shown in Table 3.10, the mean scores for the Attachment
subscale were 102.7500 and 89.5000 for Groups D and E, respectively.
The corresponding standard deviations were 19.309 and 24.384. Results
showed that the t-value was 1.65 (df = 38, p = > .05). These scores
were not significant at the .05 level of significance. Therefore,
Hypothesis Four was not supported by the data and it was rejected.
Therefore, there appears to be no differences in the Attachment scores
of Groups D and E students.
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Summary
No major differences were found among the participating
institutions in Academic, Social, Personal-emotional, and Attachment
to the college or university environment. In Academic Adjustment,
Groups B and C, were found to be statistically significant when a
t-test was conducted on these scores. In Social Adjustment, Groups B
and C, B and D, and B and E, were found to be statistically
significant when a t-test was conducted on these scores. In both
Personal-Emotional Adjustment and Attachment to the college
environment. Groups C and E, respectively, were found to be
statistically significant, when a t-test was conducted on those
scores. Consequently, Hypothesis One, Two, Three and Four were
accepted for certain groups and were rejected for a majority of the
groups.
Conelugion
Significant differences were found on all four scales when
certain groups were compared. These scales and groups showing







Academic Adjustment Groups: B and C Groups: A and B, A and c,
A and D, A and E,
B and D, B and E,
C and D, C and E,
D and E
Social Adjustment Groups: B and C Groups: A and B, A and c,
B and D A and D, A and E,
B and E C and D, C and E,
D and E
Personal Emotional Groups: C and E Groups: A and B, A and c.
Adjustment A and D, A and E,
B and c. B and D,
B and E, C and D,
D and E
Attachment Groups: C and E Groups: A and B, A and c,
A and D, A and E,
B and c. B and D,




The purpose of this study was to assess the adjustment and
adaptation needs of freshman international students in American
colleges and universities through the Student Adaptation to College
Questionnaire (SACQ). The SACQ was designed to assess freshman
students' adjustment to colleges and universities. This instrument
was used to determine (1) Academic Adjustment, (2) Social Adjustment,
(3) Personal-Emotional Adjustment, and (4) Attachment to the college
environment. Results of the study are discussed below.
Academic Adjustment
Academic adjustment refers to various dimensions of the
educational demands characteristic of the college experience which may
be classified into four item clusters: Motivation, Application,
Performance, and Academic Environment (WPS, 1988). It was stated in
Hypothesis One that there are statistically significant differences in
academic adjustment among freshman international students in the study
sample. Changes in scores may be an indication of possible problems
in adjustment to college or university. This hypothesis was given
support only in Groups B eind C. The result gave no support to the
other seemingly homogeneous groups as there was little differences
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between the scores (refer to Table 3.7). However, a closer scrutiny
of the study results indicated that despite a Very slight difference
in the mean, the standard deviation was high. This indicated some
future adjustment problems. It could also be due to the type of
majors chosen by most of these freshman students. As indicated
earlier in Table 3.2, the typical survey respondent majored in
Engineering. This field of study required students to be highly
motivated and disciplined. Earlier studies on international students
in general show that the field in which a foreign student majors may
determine the probability of his success in academic performance and
in the problems he faces (Lee, 1981).
For example, Chongolee (1978) found that the academic performance
of foreign students differed by major field. The engineering majors
had the highest performance, followed by physical science majors, then
biological science majors. Social science majors had the lowest
academic performance (Chongolee, 1978). However, Han (1975) found
that foreign students majoring in engineering had more problems with
English than students in other disciplines.
Another contributing factor to these findings may be attributed
to the majority of the respondents who were young Asian males. They
may have been more excited about getting their education from the
United States. Lee's study (1981) indicated the probability of using
skills and applying competencies gained in U.S. education differed by
discipline. Spaulding and Flack (1976) suggested that natural
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scientists and engineers tended to be more inclined to apply their new
competencies than those in humanities and social sciences. Myer
(1979) found their use of the U.S. education and their involvement in
their countries' developnent also varied by major field among foreign
alumni.
This study revealed that most of the respondents majored in
engineering (see Table 3.2), and some of the respondents majored in
business, and in math/computer science. Therefore, engineering, and
math/computer science majors made up the majority of this study
sample. This could explain the relative lack of significant
differences found in the mean scores in most of the groups in academic
adjustment. Most of the students consider their college degree very
important, and attend classes on a regular basis. However, some
students have trouble concentrating when studying, and getting started
on homework. Overall, most of the respondents were satisfied with the
variety, quality, and program of courses in their institutions.
Therefore, newness in the country may be perceived as part of an
adventure. Also, this researcher do not really know what the
satisfaction would be like shovild this study be carried out again next
year. But at least for the first year, these freshmen international
students viere very satisfied.
Social Adjustment
Social adjustment subscale items were relevant to the
interpersonal-societal demands inherent in adjustment to college.
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They are General, Other People, Nostalgia, and Social Environment
(WPS, 1988). It was stated in Hypothesis Two that there are
statistically significant differences in social adjustment among
fresliman international students in the study sample. Changes in
scores may be an indication of possible problems in adjustment to
college or university. This hypothesis was giving support also in
three out of the ten possible groups. They are groups B and C, B and
D, and B and E, respectively. Results indicate that there were no
significant differences in the overall mean scores of the groups in
the sample study. However, the difference in the standard deviation
is a little high; indicating possible unresolved problems.
The results of this cluster show that some freshman international
students do not have several close social ties, nor are they satisfied
with social participation. Most of the respondents indicated that
they fit in well with the college environment, and had informal
contact with professors. Nevertheless a good number of the students
indicated they were lonesome for home, and felt lonely. But very few
indicated that they would rather be home in their country of origin,
while others were not pleased about the decision to attend their
current college or university. These freshman students indicated
"doesn't apply to me at all" when asked whether they were pleased
about the decision to attend their present colleges or universities.
Overall, the respondents have good friends to talk about problems
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with, and are mostly on the average, very satisfied with their social
life.
Previous research indicates that the size of the university
influences the problems and satisfaction of foreign students. But,
Selltiz (1963) found the size of the university to be negatively
related to the likelihood for foreign students to form social
relations with U.S. students, but, positively related to emotional
adjustment. Selltiz (1963) found also that living arrangements were
significantly related to the extent students formed social relations.
Accordingly, the study fovind that foreign students who lived in the
dormitories established more social relations than those who lived in
apartments. Wilson (1975) found that living on campus and having an
American roommate are related to high social activities and
involvement with Americans.
Results in this study indicate that most of the respondents lived
in apartments, while the rest (almost of equal number) lived on
campus. Most of the freshmen on campus indicated that they get along
well with their roommates by checking "applies very closely to me" in
the SACQ question. This lends support to the findings of Selltiz
(1963), and Wilson (1975), which found a high degree of satisfaction
of foreign students, and a high degree of social activities and
involvement with Americans when international students live on campus.
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Personal-Emotional Adjustment
The personal-emotional adjustment subscale items were aimed at
determining how the student is feeling psychologically and physically.
On the whole, it measures the degree to which he/she is experiencing
general psychological distress and any associated somatic problems.
It was stated in Hypothesis Tliree that there are statistically
significant differences in personal-emotional adjustment among
freshman international students in the study sample. This hypothesis
was given support only in Groups C and E. Most of the data on the
other groups did not give support to the hypothesis. Results showed
that there were no significant differences between most of the groups
in the study sample.
An analysis of individual items indicates that most respondents
have not thought about seeking psychological help, and most do not
worry a lot about college expenses. However, a majority of the
respondents indicated that they have gained or lost a lot of weight,
and most indicated that they feel tired a lot also. Most of the
respondents indicated that they are capable of controlling emotions
well, and have no trouble coping with college stress.
Tlierefore, the respondents appear to be well adjusted
psychologically during their freshman year. It is hoped that these
early emotional stability would enable the respondents to adjust in
desirable ways as they interact with their American counterparts.
Selltiz (1963) found that prior foreign experience was positively
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related to academic and emotional adjustments of foreign students. It
appeared to have a positive effect on the extent of social involvement
of non-European students with U.S. students. Also, Hull (1978) found
students who had traveled abroad for more than one month have fewer
adjustment problems.
Attachment.
Generally, this subscale is designed to measure the degree of
commitment to educational-institutional goals and degree of attachment
to the particular institution the students is attending, especially
the quality of the relationship or bond that is established between
the student and the institution. This section may be classified into
two clusters; General attitude towards college, and attitude towards
specific college. It was stated in Hypothesis Four that there are
statistically significant differences in attachment to the college
environment among fresliraan international students in the study sample.
This hypothesis was not given supported by the data, except in Groups
C and E, which by itself was very significant. Results indicate that
when the means of the groups were compared, there was little
difference between most of the scores in the study sample indicating
some form of homogeneity.
A closer review of respondents responses indicate that freshman
students were pleased with the decision to go to college, and thought
less about taking time off from college. Most students seem to have
fit in well at their present institutions since they reported they
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would not prefer to be at another college. While very few students
think about dropping out of college permanently, the majority of the
respondents expect to finish their bachelor's degree. This is very
significant because of the commitment and the degree to which these
students are willing to adjust in their new environment in pursuit of
individually set goals. .
Many institutions consider orientation programs as tools to help
foreign students meet their needs, overcome their problems, and
facilitate their adjustment to American life. However, research
findings are not conclusive about the effects of orientation. Selltiz
(1963) found that attending orientation was likely to increase the
extent of social relations formed with U. S. nationals by Asian
students but, this was not the case for other foreign students.
Overall, the results of this study were statistically significant
in some groups in all areas for which freshman international students
were tested. Hypotheses One, Two, Three, and Four were accepted
because they were supported by the data in some groups, while most
groups were rejected.
An analysis of the means indicates that scores were more
homogeneous than the result may suggest, and that the standard
deviation was slightly high. Therefore, there were significant
differences in academic, social, personal-emotional, and attachment to
college environment among the participating institutions.
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Conclusion
The SACQ test scores provided the basis for both objective and
subjective conclusions. Results on the adaptation of freshman
international students indicate that some students experienced
adjustment problems either in academic, social, personal-emotional, or
attachment. This is probably because of the fact that some students
scored one standard deviation or more below the mean when compared to
a standardization sample of college students. As such, these lower
scores may be an indication of possible problems in adjustment to
college or university.
Academic problems among some freshman international students
could be related to lack of efficient use of study time as indicated
by some of the respondents. Those students having trouble getting
started on their homework also seem to lack close social ties. These
findings support Hull's (1981) "modified cultural contact hypothesis",
in which it was reported that foreign students who mix with people
from the host country report greater satisfaction than those who do
not. However, most of the respondents' priority is academic
achievement which leads to severe academic pressures.
Another possible factor which may have influenced the adaptation
process is related to social adjustment. The importance of
orientation and other college social activities should be stressed to
freshman international students, as some of them are lonesome for
home, while others, feel lonely quite frequently. Previous studies
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have found that social isolation is a common adjustment problem among
international students, (Leong and Sedlacek, 1986; Church, 1982;
Hull, 1978). As a result, freshman international students having
difficulty adjusting had to turn to their good friends to talk about
problems. Some other students indicated that they have had informal
contact with their professors. If freshman international students
have access to social and cultural events, it would perhaps be helpful
in developing friendships with other students.
Sources of professional help should be disseminated to freshman
international students upon arrival to the host institution as some
students may not be able to control their emotions well. One common
way for newly arrived foreign students to get advice is to rely on
informal chamiels of information within their own ethnic or national
group (Heikinheimo and Shute, 1986). One of the disadvantages of this
informal channel is that overtime, it leads to a situation in which
the resources of the university's counseling services are not used as
often as effectively as they could be. As such, early contact with
freshman international students at the beginning of their programs
will help ameliorate some of the future adjustment problems these
students may face. Because adaptation is a process that blends
academic, social, personal-emotional, and attachment to the college
environment, freshman international students should be encouraged to
adopt a receptive and open view concerning their life-style in the
host country. It seems that majority of the respondents were still in
a state of euphoria and were yet to experience reality.
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It is important to note that Group A appear to be more alike in
terms of Academic Adjustment than any other group even though other
groups might have gotten a higher score. For example, Group A had a
standard deviation of 16.773, while Group D had a standard deviation
of 31.043. Another reason could be because of the relatively small
number of respondents from Group A. Despite the fact that there were
no significant differences, Group A still seems to be more alike and
adjusted academically.
Another important demographic information not covered by this
study is the number of married students. Some of the women or men
aged 26-36 may be married and having difficulty adjusting or they may
be well adjusted. Moreover, most of the sample for this study are
young and immature in terms of emotional adjustment.
Limitations of the Study
When human subjects are involved in a study, some
limitations are inevitable and should be considered when interpreting
the results. This study began in September, 1989, and terminated in
February, 1990. This period was chosen for the study because of the
opportunity it created to maximize international freshman students'
enrollment. Also, some of the participating institutions admit
freshman students only in the fall semester or quarter. These
students are new and are lacking previous experience and familiarity
with American test materials.
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It was not possible to get all of the subjects in a participating
institution to take the test at the same time due to certain
structural obstacles. Therefore, the researcher had to accept mail-in
results from 72 (or 95%) of the study sample. An analysis of the
results indicate there were no statistically significant difference
between those who mailed in their results, and those four (or 5%) who
did not. This resulted in a twenty-four percent drop in expected
response. Professional jvidgment in evaluating the results presented
in this study should be exercised as they may contain some measurement
error. Results were presented relative to a standardization sample
and are therefore, not absolute since these freshman students
volunteered. In addition, only four independent variables were
tested. They are, (1) academic adjustment, (2) social adjustment, (3)
personal-emotional adjustment, and (4) attachment to the college
environment.
MaimistratQrs -.and-CQunaalona
Many of the colleges and universities in which freshman
international students attend offer counseling services to freshman
international students. Some students were aware of these services
and took advantage of them, while other students lack contact with
these services and programs. Nevertheless, recognition on the part of
administrative personnel, and counselors of the importance, freshman
international students put on academic achievement may well aid in the
adjustment process of these students.
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According to Heikiraheimo (1986), it is unlikely that orientation
programs with purely social themes will attract foreign students,
whose main concern is success in their courses. Therefore, offering
freshman international students academic assistance will surely be a
step in the right direction. Programs designed to bring both host and
international freshman students together stressing academic
achievement should be encouraged and nurtured.
Another way to serve the counseling needs of freshman
international students would be to provide special training and
consultation to all those professionals and personnel with the most
contact with these students. (Consequently, counselors should
recognize the values inherent in their theories or beliefs, if student
development professionals and personnel are to be effective working
with freshman international students (Story, 1982). Professional
counselors and personnel must be willing to modifying their counseling
approach to meet the adjustment needs of freshman international
students. As such, cultural education may be the first step in the
right direction.
Future Research
Should replication of this study indicate the same adjustment
problems, then future research should be based on the adaptation
process. Tliis is because adaptation is a process that blends not only
academic and social adjustment, but also personal-emotional and
attachment to the college environment. A follow-up study of the same
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students over a three or four year period will perhaps provide enough
data for concrete decisions on the development of future programs for
freshman international students.
Appendix A
Student Adaptation to College Questionnaire
WESTERN PSYCHOLOGICAL SERVICES
Publishers AndDistributors Since 19-18
Dear Customers
Thank you for completing a Western Psychological Services
Qualification Questionnaire. Based on the infoirmation submitted,
you meet WPS criteria for purchasing the level of materials
indicated below.
, .
To aid our order processing department and avoid the possibility
of delays to your orders, please indicate, on your orders, that
a Qualification Questionnaire is on file at WPS.
We appreciate your cooperation in assisting us to maintain high
ethical standards in the distribution and use of psychological
tests. If your qualifications change, or if you disagree
with your current rating, please let us know.
A All materials.
B ( ) All materials except advanced clinical instruments
;such as the WIST and Luria-Nebraska.
C ( ) General screening and instructional materials only.
D ( ) Books and other unrestricted materials only.
1. E ( ) Other!
F 0^ 'Must be under professional supervision.
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feei ihalTlii in w^i as pnri of U>e college environmenl. 1. ^
2. 1 have been feeling Icnne or nervous lalely. 2. [
3. 1 fiave been keeping up to d.nle on my academic work. 3. i
4. 1 am meoling as many people, and makitig as many friends as 1 would like al college. 4. [
5. 1 know why I ni in college and wlial 1 wonl oul ol if. 5. t rouoT?ooooooooooooooooooooooooooooooooooor\r\r\r\r>i
6. 1 am finding academic work al college dllllcull. 6. i
7. Lalely 1 have been fouling blue and moody a lol. 7. C
8. 1 am very Involved with social activities in college. 8, t
9. 1 am adjusting well to college. 9. t






11. 1 have felt tired much of llie time lalely. 11- jk
12. Being on my own. Inking responsibility for myself, has not been easy. 12.1
13. lam satisfied with llie level al which 1 am performing academically. 13. (
14. i have had inlormat. personal contacis with college professors. 14. i
15. f am pleased now about my decision lo go to college. 15. t ooooo ooooo ooooo ooooo ooooo ooooo ooooo QOOOQ
cmwbMiI * >9^7 hr wcstrriN r>SYOioiootcAi scnvicES
Nrllo b» Id w in r*"*r ’•rBIrul wiHtrvt peririss^ ot WesWn rNychrAjffllc.k
Aflifr|t>tnrpe.r<v.-«t l?3450rS9 Printed In USA.





16. 1 am pleased now about my decisbn to attend this college in particular. . ^ 16.
17. i'm not working as hard as) should at my course work. 17.
16. 1 have soverni close social lies at college. 18.
19. My academic goals and purposes are well defined. 19.






21. I'm not really smari enougft for the academic work 1 am expected to be doing now. T)7
22. Lonesomeness for home Is a source of difficulty for me now. 22.
23. Getting a college degree Is very Important to me. 23.
24. My appetite has been good lately. 24.





26. I enjoy living In a college dormitory. 26.
{Please omit If you do not live in a dormitory; any university housing should be
regarded as a dormitory.)
27. 1 enjoy writing papers for courses. 27.
28. i have been having a lot of headacheslat^. 26.
29. 1 really haven’t had much motrvalion for studyir>g lately. 29.
30. 1 am satisfied with the extracurricular aclivities available at college. 30. QUUOS.'Tu OOOO■o oooo OOOO0 oooo oooo pooo.•Gboooii 0000—
31. I've given a lot of thought lately to whellier 1 should ask for help from the Psychological/
Counseling Services Center or from a psychotherapist outside of college. 31.
32. Lately 1 have been having doubts regarding the value of a college education. 32.
33. 1 am getting alotYg very well with my roommates(s) at college. 33.
(Please omit if you do not have a roommate.)
34. 1 wish 1 were at another college or university. 34.
35. I've put on (or lost) too much weight recently. 35.






36. i am satisfied with lt>e number and variety of courses available at college. 3^
37. 1 feel that 1 have enough social skills to gel abng well in Itie college selling. 37.
38. 1 have been getting angry too easily lately. 38.
39. Recently 1 have had trouble concer4rating when 1 try to study. 39.






41. I’m not doing well enough academically for the amount of work 1 pul in. 41,
42. 1 am having difficulty feeling at ease with other people at college. 42.
43. lam satisfied with the quality or the caliber of courses available at college. 43.
44. 1 am attending classes regularly. 44.






46 1 am satisfied with the extent to which 1 am participating in social activities at college. 46.
47. 1 expect to stay at college for a bachelor s degree. 47.
48. 1 haven’t been mixing too well with the opposite sex lately. 46.
49. 1 worry a lot about my college expenses. 49.
50. 1 am enjoying my academic work at college. • 50. ©€>000oooooooooooooooooooooooooooooooooooOOOOD
51. 1 have been feeling lonely a lot at college lately. 51.
52. 1 am having a lot of trouble getlir^g started on homework assignments. 52.
53. 1 feel 1 have good control over my life situation at college. 53.
54. 1 am satisfied with my program of courses for this semester/quarter. 54.
55. 1 have been feeling in good health lately- 55. ooooo ooooo ooooo ooooo ooooo ooooo ooooo ooooo
56. 1 feel 1 am very different from other students at college in ways that 1 don't like. 567
57. 0» balance, 1 vi/ould rallier be home than liere. 57.
58. Most of the things 1 am interested in are rrot related to any of my course work at college. 58.
59. Lately 1 have been giving a bl of thought \o transferring to another college. 59.






61. 1 find myself giving considerable tiiou^iF to taking lime off from college and finishing later. 61.
62. 1 am very satisfied with the professors 1 have rK>w In my courses. 62.
63. 1 have some good friends or acquaintances at college with whom 1 can talk about any
problems 1 may have. 63.
64. 1 am experiencing a bt of difficulty coping with Ifie stresses Imposed upon me in college. 64.







66. I'm quite satisfied with my academb situalbn at college. 66.
67. 1 feet confident that 1 will be able to deal in a satisfactory manner with future challenges







Sample of Introductory Lettfer Addressed and
Sent to Participating Institutions
Anthony C. Hzeocha ' -
Atlanta University
P 0 Box 125
Atlanta, Georgia 30314
April 28, 1989
Dean Miller Templeton, Director
International Students and Service Program
Georgia Tech University
Atlanta, Georgia 30332 - .
Dear Dean Templeton:
■Permission to administer a doctoral research survey to freshman
International Students at Georgia Tech University.
I am writing to solicit your cooperation and assistance in a doctoral
resdarch study which I am currently designing under the guidance of the
Graduate School of Education at Clark/Atlanta University, USA.
This study concerns the adaptation of freshman International Students
in American Colleges and Universities according to "student adaptation to
college questionnaires". This instrument is a four-part 67-item,
self-report, questionnaire that can be administered individually or in
groups in about 20 minutes. Part one of the inventory measures academic
adjustment, and consists of 24 items. Part two of the inventory consists
of 20 items designed to measure social adjustment. Part three consists of
IS items designed to measure personal/emotional adjustment, and part four
of the Inventory measures attachment (goal oommitment/lnstltutlonal
attachment), and consists of 15 items. Two items (items 53 and 67)
contribute to the full scale score but not to the subscale scores, and the
attachment subscale contains one item which also appears on the academic
adjustment subscale.
The results of the study will help foreign students advisors
design/develop a coherent and consistent counseling progr2un for fresliman
international students in American colleges and universities.
The data collection technique for this study Involves the
administration of the Inventory to about 100 first semester, and first and
second quarter freshman students enrolled in the participating
institutions. My request is. to ask for your permission to use your
institution for the present study. I plan to be present for the study.
■







Please signify your interest in participating in this study by
completing the form at the bottom of this letter and returning it to me in
the stamped, self-addressed envelope by May 1, 1989. Your cooperation in







Name and Across of College (fA-
will s/ will not participate in the study of adaptation of
freshman international students in American colleges and universities.
signature of Foreign {Student Advisor
Please return in the
self-addressed envelope to:
Anthony C. Nzeocha
Atlanta University, Box 125
Atlanta, Georgia 30314
Appendix C




RESEARCHER STATEMENT (r«quir«d b*for* accssB)
I • h«va'raad and Eully undaratand lha raatrlct:!)^
In Sactlona 99.31, 99.32, 99.33, and 99.35 of FERPAtand^cartlfy
Ict^lbliat^^o^talnad
aqulrad In Sactlon 99.33. Tha‘UnlVaVlilty'
any data call which contalna data relating to fawar|-th«n^tan (10).
atudanta<>aa paraonally idantifiablaX agree te^hl'^'**<lel^initlon
and^agree' to^dalete 'ell* paraenally<^*i'de'Wt1lf lablf;,ba^a^’eha|re!ferenee
thereto. I undaratand that aoeial aacurity nUBberaipeir'^jj''se
are conaidared paraonally identifiable and agree‘^'t^oelete^|.then
and; all • refarancea thereto froa'all '-reporta. ahd^Kpublicailona
re furniahed aa'!faii|lndlvldualraaulting from ay reaaarch If they eraidentifier. 1 agree to daatroy the Inforaation when?rio4]Jlonger
needed but not later than If I antiplpate?ai. peed
for the / inforaation beyond the-aforeatated datey"''! bgry4*^tof|return
the data to ay aponaor for aafekeeping until'anbtKaJjfretUrn'T^’^^^^
/deatruction data can be agreed upon by aa, ay apoAU6r7^^.^th#|
Office of the Regiatrar. * • \ I
tt . ... la. -nd J 7
. :ien . •
I I» *
SPONSOR ENDORSEMENTS (r.qulr.d bafor. .cc.)
. I hava ravlawad lha rasaarch -propoaad by





: net * ui.d .' fflir.iBiiWmreh on
4 I r. -• ■"■r.'—.’n—nni—rr^i 4.
,. j,. 1 I.! irtjar??. *i-ad«nvlc <-j
, ,i ■ ■ .,A b/ libi'iirtilt ■ a-J<‘i
~ ~ —-aw ^
Jennirb
88
RESEARCHER STATEMENT (required bi»fora accf*as)
I have read and fully underetand the reatrlctlone contained
In Sactlona 99.31, 99.32, 99.33, and 99.35 of FERPA and certify
that I am eligible to receive Information under the exception
atsted In Section . I agree to protect the Information
which I receive as required In Section 99.31 ao that It la not
peraonally identifiable and further agree to protect It from
redlacloaure as required in Section 99.33. The University defines
any data cell which contalna data relating to fewer then ten <10)
atudente as personally Identifiable. I agree to thia definition
and agree to delete all peraonally Identifiable data and references
thereto. I understand that social security numbers per ae
era conaldered personally Identifiable and agree to delete them
and all references thereto from all reports and publications
resulting from my research If they are furnished as an Individual
Identifier. I agree to destroy the Information when no longer
needed but not later than • ^ anticipate a need
for the Information beyond the aforeatated date, 1 agree to return
the data to my sponsor for safekeeping until another return
/destruction date can be agreed upon by me, my aponeor end the
Office of the Registrar.
SPONSOR ENDORSEMENTS (required before access)
I have reviewed the reaearch proposed by
and confirm that it qualifies for an exception urfder Section
99.31 of FERPA, np.clflcaHy •
We believe that the researcher will take his/her responsibilities
under FERPA seriously and we will take all reasonable steps to






Sample Response to Telephone Conversations
From Teams of Participating Institutions
May 11, 1989
*
Mr. Anthony C. Hzeocha
Atlanta Univeraity
P. O. Box 125
Atlanta, Georgia 30314
Dear Mr. Nzeocha:
Following our telephone conversation of yesterday, I
was assured that the utmost care would be given as far
as the confidentiality of our students is concerned.
Since you can and have guaranteed that as one
stipulation. Dr. Earvin and I concur with your being
permitted to survey consenting students of CAU.
Please keep us informed as to the progress and final
results.
Good luck with your work!!
Dean for Student and Community Affairs
Sincerely,
nm
Ahonto. Geotgio 303M 240 Jomes P Btowlev Dfive. 5W (404)681-3060
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Appendix E
Sample of Letters Sent to Freshman International Students
in Selected American Colleges/Universities
Georgia State University
I nivvr<il\ litiuRW 'MUin-'VWl
October 9, 1989
Dear Freshman International Stutlent:
I am writing to introduce you to Mr. Anthony Nzeocha, an
international student working on his I’h.D. in Counseling and Human
Development. He came to me a year ago to begin getting the
necessary permissions to conduct his doctoral research on adaptation
of freshmen international students in Atlanta. All permissions have
been granted.
I want to encourage you to lake a few minutes to complete the
enclosed questionnaire by November 30. If your schedule prevents
you from completing it by then please complete it by December 8.
Who knows??? You may need human subjects for a research project
some day and be in Mr. Nzeocha's position of relying entirely on the
cooperation of fellow students. Your time and effort to complete and
return this questionnaire is greatly appreciated.
Sincerely,













I hope you had a nice Fall Breakl I am sending you a letter and
survey from Anthony Nzeocha a graduate student at Clark-Atlanta.
I have been acquainted with Anthony for the past two years and
appreciate his efforts to do research about the adaptation
process of international students. In order to obtain the most
comprehensive and accurate results possible, Anthony has asked
for the input of Emory students.
Please take a few minutes to complete this survey and return it
to me at Drawer W or send it directly to Anthony at clarke-
Atlanta University. If you have any questions about why I have













Dear Freshman International Student:
My name is Anthony Nzeocha. I am a graduate student In Counseling and
Human Development at Clark-Atlanta University working toward my Fh.D.
Since I am a foreign student from Nigeria, I decided to do my research on
the adaptation of freshman international students. I really need your
help.
The enclosed 67 Item questionnaire on the adaptation takes about 20
minutes to complete. Follow the directions on the green SACQ answer
sheet, and complete all the Identifying information requested: Name, Date
of Birth, etc. Under the ethnicity column, please enter your country of
origin in the space provided for "other".
Proceed to item 111 on your answer sheet. Fill in the circle at the
point in the continuum for that item that best represents your judgment
from "Applies very closely to me" on the far left to "Doesn't apply to me
at all" on the far right. Use only a black leaded pencil (No. 2 or ^
softer). I would appreciate it very much if you would spend a few minutes
to complete the questionnaire and return the green sheet to me in the
enclosed self-addressed stamped envelope by October 27. If you do not
have time to complete this questionnaire, please return it to me or
contact me so as to arrange for another date if possible.
Thanking you in advance for your kind cooperation and great help to a
fellow international student. If you have any qpiestions, please do not





Sample of Follow-up Letters Sent to Freshman International
Students in Selected American Colleges/Universities
Geoi]^ia State Uruversity




Dear Freshman International Student;
I am writing to request a donation of twenty minutes for a feliow
international student. His name is Anthony Nzeocha. He is working
on his doctoral degree and needs your cooperation. He needs just 15
more international freshmen to complete a questionnaire for his
research project. His research is important and concerns the
adaptation of freshmen international students to schools in Atlanta.
Enclosed is Mr. Nzeocha's letter and the survey. If you could take a
little time right now and fill out this questionnaire it would be
greatly appreciated. Please call 651-2210 if you have any questions. •*
Thank you for your cooperation.
Sincerely,









Dear Freshman International Student:
I want to use this opportunity to welcome you back to Winter classes. I hope
you enjoyed your Christmas holidays.
My main reason for writing you this letter is to remind you that I have not yet
received the SACQ questionnaire I sent to you last November.
Due to the holidays, many freshman international students did not have the time
to respond to my questionnaire at that time. As such, I am pleading to you with all
of my heart to take a few minutes and complete the SACQ questionnaire. If you have
the original green SACQ questionnaire please use it. If not, please fill out this
white copy of the SACQ questionnaire. Return the questionnaire to me in the enclosed
envelop.
The end of data collection has been sot for January 31, 1990. I will be very
grateful if you will do me a big favour by returning to me the completed SACQ
questionnaire by the dateline date of January 31, 1990. Please, I spent a fortune on
these questionnaires and I am very broke as of now. I definitely need your help.
Thank you again for taking your time and effort to respond and contribute to
this study pertaining to freshman international students. Your efforts are deeply
appreciated and the results will surely benefit international students in American
Colleges and Universities.
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